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Absract: The aim of this article was to investigate how an experienced 
teacher educator (TE) specialized in the education of hearing-impaired 
children provides feedback to a student teacher regarding a planned, 
one-to-one conversation activity. This case study was conducted at 
Anadolu University, Education and Research Centre for Hearing-
Impaired Children with the participation of a TE, a student teacher, 
and a hearing-impaired student. Based on the study results, main 
aspects relating to the TE’s activities before, during, and after the 
conversation and his feedback were identified. The study findings were 
discussed in light of the current literature, and various 
recommendations were proposed. 
 
Keywords: Teacher training, teacher educators, feedback process, hearing-impaired children, 
one-to-one conversation. 
 
 
Introduction 
 
Hearing-loss in children is known to delay the development of their language and 
communication skills (Clarke & Stewart, 1986; Cole & Flexer, 2007; Kretschmer, 1994). 
For this reason, group classes are organized with hearing-impaired children in order to 
support their academic needs, to promote the development of their language and 
communication skills, and to contribute to their learning of verbal language and vocabulary 
(Pakulski, 2011; Tannen, 2007). The literature also mentions that informal and formal 
(planned) one-to-one conversations are important for the development of verbal language 
and communications skills during the education of hearing-impaired children (Clarke & 
Stewart, 1986; Cole & Flexer, 2007; Kretschmer, 1994; Lloyd, Lieven & Arnold, 2001; 
Mahon, 2009; Paatsch & Toe, 2013). In a general sense of the term, formal conversation can 
be defined as the sharing of events, information, and meanings between the teacher and 
students, with the intention of forming an orally interactive environment (Clarke & Stewart, 
1986; Kretschmer, 1994; Paatsch & Toe, 2013; Spencer & Marschark, 2006). Studies in the 
literature also mention that planned one-to-one conversations provide hearing-impaired 
children the opportunity to assume the role of both speaker and listener, and that such 
conversations contribute favourably to the development of their verbal language and 
communication skills (Clarke & Stewart, 1986; Cole & Flexer, 2007; Girgin, 2003; 
Kretschmer, 1994; Lloyd et al., 2001; Mahon, 2009; Paatsch & Toe, 2013). For this reason, 
it is necessary for teachers involved in the education of hearing-impaired children to possess 
the necessary skills to adequately perform planned one-to-one conversations (Cole & Flexer, 
2007; Easterbrooks, 2011; Johnson, 1997; Luetke-Stahlman, 1993; Pakulski, 2011; Tye-
Murray, 1994). Skills that such teachers must possess include the ability to plan (e.g., select 
Australian Journal of Teacher Education 
Vol 40, 1, January 2015 161 
materials and set objectives), implement (e.g., give the child the opportunity to express 
opinions and expand the subject), and evaluate (e.g., to reflect his/her and the child’s 
thoughts) activities according to the language level of the child. The necessary skills and 
competencies for the conduct of planned one-to-one conversations are taught to student 
teachers during the course of their pre-service teacher training programs, within the context 
of teaching practice activities (Easterbrooks, 2011; Girgin, 2003; Luetke-Stahlman, 1993; 
Pakulski, 2011; Schirmer, 2008).  
Teacher educators (TE) are responsible for conducting and supervising activities that aim 
to develop the applied skills of teachers. Main roles assumed by TEs include monitoring the 
activities of student teachers, assisting their development, collecting information regarding 
the skills/competencies that student teachers need to develop, and providing written and 
verbal feedback to student teachers based on the observations they make (Brinko, 1993; 
Bunton, Stimpson & Lopez-Real, 2002; Murray, Swennen & Shagrir, 2008; Spear, Lock & 
McCulloch, 1997; Tang & Chow, 2007; VanLooy & Vrijsen, 1998; White, 2007; Wilkins-
Canter, 2010).  
 
 
Literature review 
 
In this context, there is an important relationship between the feedback provided by 
supervising TEs and the effective acquisition of teaching skills by student teachers (Copland, 
2010; Hyland & Margaret, 2006). Various studies have been conducted to date to evaluate 
how TEs provide feedback to student teachers while supervising. Such studies have shed 
light on many important aspects relating to the supervision of student teachers (e.g.; 
Copland, 2010; Murray, Swennen & Shagrir, 2008). The findings of these studies have 
highlighted the importance of implementing a planned and systematic approach while 
supervising (Copland, 2010; Tang & Chow, 2007; Wilkins-Canter, 2010). These studies 
have also indicated the necessity for TEs to provide verbal or written feedback to student 
teachers based on accurate information they collect regarding these candidates’ activities 
(Spear et al., 1997). Furthermore, these studies also emphasized the importance of focusing 
on concrete and specific skills, behaviours and competencies when providing such feedback 
(Brinko, 1993; Scheeler, Ruhl & McAfee, 2004).  
These studies also mentioned that to ensure the continued motivation of student teachers, 
it is necessary to assume a balanced approach towards the positive and negative aspects of 
these candidates’ traits and performance (Brandt, 2008; Hyland & Margaret, 2006). In 
addition, these studies indicated that assessing the competencies of student teachers one-by-
one, in a step-wise fashion, and in accordance with the individual development and learning 
rate of the student teachers, is more effective than evaluating all areas of competence 
together and at once (Spear et al., 1997; Tang & Chow, 2007; Wilkins-Canter, 2010). 
Studies in the literature demonstrated that the timing and frequency of TE feedback are 
important as well (Scheeler et al., 2004; Wilkins-Canter, 2010). With regards to timing, 
feedback is described as being the most effective when provided immediately after the 
student teacher activities (Scheeler et al., 2004). It was also asserted that the frequency of 
feedback has a positive correlation with the effective development of competencies in 
student teachers (Wilkins-Canter, 2010). In sum, these studies all suggest that when 
conducting teaching practice activities, TEs must frequently provide verbal and written 
feedback by using accurate information, considering different competence areas separately, 
and in a step-wise fashion (rather than considering them together as a whole), by focusing on 
concrete and specific competencies, and by balancing positive and negative feedback. 
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A review of the literature indicates that studies in Turkey have generally not focused on 
the supervision of student teachers by TEs and on how TEs provide feedback. Turkish 
studies on the pre-service aspects of teacher education mostly evaluate the conduct of 
teacher activities, and the opinions of student teachers and TEs regarding such activities 
(Durukan & Maden, 2011; Sasmaz-Oren, Sevinc, & Erdogmus, 2009; Yildirim, 2013). 
However, numerous studies in the international literature evaluate the role of TE supervision 
and feedback on the raising of qualified teachers. Thus, the need for, and the importance of 
assessing the effect of TE supervision and feedback in the training of teachers in Turkey 
have been highlighted.  
 
 
Reason of the study 
 
The author of this article participated in the Anadolu University Division of Education 
for Hearing-Impaired Students in the 2008-2009 academic year as a new teacher educator 
(Gurgur, 2012). It must be noted that the author did not have any previous training on 
teaching practices, and that he did not receive any instructive supervision from his 
colleagues on this subject. However, the literature emphasises that new teacher educators 
need support from experienced colleagues for their professional development in areas such 
as communication with student teachers, the monitoring of student teacher activities, the 
collection of information during monitoring, and the provision of feedback (Harrison, & 
McKeon, 2008; Murray, 2005). The literature also emphasizes that new teacher educators 
must pass through a development and training process. It is thus possible to state that, as a 
new teacher educator, the author was in need of improvement with regards to the monitoring 
of teaching practices used at the department; the methods used for monitoring student 
teachers; and the time and manner with which feedbacks was provided (Gurgur, 2012). 
Based on these needs, a development and training process in which an experienced TE 
from the department would supervise the author was planned. The first stage of this process 
involved the observation of the TE’s activities by the author. In this context, the main tasks 
of the author was to observe how the TE provided feedback during teaching practices; to 
collect data while observing the TE; and to analyse the collected data in order to transform 
them into information which he could then transfer and include into her own experiences. In 
light of the requirements listed in the previous paragraph, an analysis of how the TE 
provides feedback might potentially contribute to an understanding of how TEs support the 
training and professional development of qualified teachers. Furthermore, this study might 
also serve as a guide for TEs who are new to their profession, demonstrating how they can 
conduct activities with student teachers. The author assumes that this article might contribute 
to the professional development of TEs, and provide important information regarding the 
necessary skills for the training of teachers.  
 
 
Purpose of the study 
 
Based on its main reasons and rationale, the current study aimed to evaluate how the TE 
provided feedback during a planned one-to-one conversation performed by a student teacher. 
In this context, answers were sought to the questions below: 
1. What are the main activities performed by the TE prior to providing verbal feedback to 
the student teacher? 
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2. How did the TE provide verbal feedback to assist the development of the student 
teachers’ competencies in conducting planned one-to-one conversations? 
 
 
Method 
 
The study was designed as a case study in order to describe in detail how the TE 
provided feedback to the student teacher. Case studies involve the detailed evaluation and 
description of an individual, event, institution, or community with respect to a particular 
characteristic or activity (Bogdan & Biklen, 2007; Hancock & Algozzine, 2006).  
 
 
Participants 
 
The participants of this study included the experienced TE, the student teacher, and the 
hearing-impaired student. The TE works at the Division of Education for Hearing-Impaired 
Children and Centre for Education and Research for Hearing-Impaired Children (ICEM), 
and is the coordinator of courses related to teaching activities since 1985. The TE's role in 
this study was to supervise and provide feedback to the student teachers. The student teacher 
supervised by the TE had completed seven semesters of undergraduate education. At the 
time of the study during the 2008-2009 academic year, the student teacher was in the eighth 
semester and last year of the educational program. The hearing-impaired child participating 
in the one-to-one conversation was six years old and attending the pre-school second grade 
of ICEM at the time of the study. The child’s hearing loss was identified when he was seven 
months old, and the child underwent surgery to receive a left ear cochlear implant (Nucleus 
Esprit 3G) when he was one year old. The child also used a behind-the-ear hearing aid 
(Danovax) in his left ear. Informal records held by the classroom teacher regarding the 
child’s language level  identified that the child was able to describe events in two-word 
sentences and to list two or three simple events. On the other hand, it was observed that the 
child had difficulties in associating events with his/her own life, in making predictions, and 
in establishing connections between events. The classroom teacher also described that the 
child as having difficulties in listing events correctly and in identifying cause-and-effect 
relationships.  
It must also be noted that the participants voluntarily took part in the study process. Prior 
to the study; the teacher education, the student teacher and the child's family were all 
informed regarding the study, and signed informed consents were obtained from all of them. 
The actual names of the participants are not provided in study report.  
 
 
The study location and the teaching practices 
 
The study was conducted at the Anadolu University ICEM. At ICEM, education for 
hearing-impaired children starts after diagnosis at an audiology clinic, device implantation, 
and family education. Starting from the age of four, children can begin education at pre-
school grades 1, 2, or 3, and later attend the elementary and high school classes of the 
institution. In addition, various activities related to teacher training have been conducted at 
the Anadolu University ICEM since 1986. The main objective of teaching practice activities 
performed at the division is to plan, conduct, and evaluate courses and one-to-one 
conversations for student teachers. 
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At ICEM, teaching practice activities are performed during the seventh and eighth 
semesters. Student teachers participate in the applied practice activities by attending normal 
classes performed at ICEM two days a week. Each semester, the teaching practice activities 
last a total of 14 weeks. During their seventh semester, the student teachers also determine a 
conversation plan, which they conduct with a student of their choosing on one of the days 
they spend at ICEM. A committee of four instructors organizes the teaching practice 
activities performed in the division. One of these instructors is responsible for planning. At 
the beginning of each week, this instructor determines the TE who will conduct and 
supervise the activities, and also the location and time of which activities will be performed. 
The TE provides verbal feedback regarding the planned one-to-one conversations performed 
by the student teachers at his own office (Researcher’s journal, 25 April 2009, p. 26). 
 
 
Data collection techniques 
 
Within the scope of this study, a researcher’s journal, voice recordings, and document 
evaluation techniques were employed for data collection purposes (Bogdan & Biklen, 2007; 
Creswell, 2005). The researcher’s journal allowed the recording of observations and 
evaluations made regarding the conversation process during the study, and served as a data 
source for further analyses. Throughout the study, the author recorded nearly 150 pages of 
information on the journal. However, within the context of this study, data analysis was 
performed by only including the section of the journal covering the date in which feedback 
was provided (31 March 2009, pp. 16-17). Digital voice recordings were also taken for 
further detail analysis of the TE’s verbal feedback. In this process, 94 records/notes were 
taken regarding the TE’s feedback, and the data to be analysed were randomly selected from 
these records. To support the obtained data, documents such as the one-to-one conversation 
plan of the student teacher, the materials used during the conversation, and the “One-to-One 
Conversation Evaluation Form” completed by the TE were also collected. Due to problems 
related to legal permissions and copyrights, the originals of the said documents are not 
directly provided within this article, but are instead described below in detail. The “One-to-
One Conversation Plan” prepared by the student teacher consisted of three pages. This 
document, which was used within the context of teaching practice activities conducted at the 
division, included information regarding the students' name and surname, the materials to be 
used during the conversation, the conversation objectives, and the conversation methods 
(Researcher’s journal, 15 December 2009, p. 59).  
Materials used the during planned one-to-one conversations performed within the scope 
of teaching practice activities included ordered cards, single cards with pictures, and story 
books (Researcher’s journal, 15 December 2009, p. 59). The student teacher supervised by 
the TE used the storybook entitled Zerrin and Zeren are Visiting their Friend as 
conversation material. The storybook is about two children, Zerrin and Zeren, visiting a 
friend who has fallen ill.  
The One-to-One Conversation Evaluation Form completed by the TE while supervising 
the student teacher was also used as a source of data for the current study. While supervising 
student teachers, TEs used the empty reverse-side of the evaluation form to write notes 
regarding the verbal feedback they would later provide. The front of the form was used to 
assign scores to the student teacher. The front of the form, which contained conversation-
related items, consisted of two main sections. The first of these sections included 
information such as a date and time of the conversation, and the names of the student and 
student teacher participating in the conversation. The second section of the form-listed items 
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that assessed the skills and competencies used during the conversation (such as interacting 
with the student, giving the student the opportunity to express him/herself, listening skills, 
question types, etc). For each item, there was a range of scores that was marked by the TE 
according to the student teacher's performance (Researcher’s journal, 01 November 2009, p. 
40).  
 
 
Data analysis  
 
Data collected during the study were analysed by using an inductive approach (Bogdan 
& Biklen, 2007; Creswell, 2005). Based on this approach; pages from the researcher’s 
journal describing the verbal feedback provided by TE to the student teacher were evaluated 
(pp. 16-17). Codes developed in accordance to the study questions were then applied to the 
information from these pages. The TE’s voice recording regarding his feedback was also 
transferred into writing. This written record and the documents used as sources of data 
(including the TE’s notes on the reverse-side of the conversation form) were evaluated. The 
evaluation of these sources was performed according to a previously defined coding, and the 
study data were categorized in accordance to these codes. Two dossiers were formed from 
the data categorized according to the said codes, and various aspects were combined based 
on a data analysis performed by an expert in the field. Following this, separate aspects and 
sub-aspects were defined through evaluations performed by the researcher and the TE. Based 
on all these analyses, two aspects were identified relating to: (1) the TE’s approach and 
activities before, during and after the conversation, and (2) on how he provided verbal 
feedback. 
 
 
1. Findings regarding the TE’s approach and activities before, during, and after the 
conversation, and the verbal feedback he provided to the teacher candidate 
2. Findings regarding the feedback provided by TE to support the teacher candidates’ 
conversation skills 
2.1. Feedback on how the teacher candidate reflected on his own practice and 
approach 
2.2. Feedback regarding the positive aspects of the conversation performed by the 
teacher candidate 
2.3. Feedback regarding the opportunities provided by the teacher candidate to the 
student to express his opinions 
2.4. Feedback regarding the objective on the fluency of speech in the conversation 
plan, and the approach and measures used by the teacher candidate for 
achieving this objective 
2.5. Feedback regarding the questions in the conversation plan that were used 
during the conversation  
Table 1 Aspects and sub-aspects identified based on the analysis results. 
 
As can be seen in Table 1, two main aspects were identified, along with several sub-
aspects associated with the second aspect. These aspects were evaluated and discussed in 
light of information from the literature.  
 
 
 
 
 
Results 
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This section of the article includes the results, aspects, and sub-aspects (see Table 1) 
obtained from the analysis of the study data. 
 
 
Findings regarding the TE’s approach and activities before, during, and after the conversation, and the 
verbal feedback he provided to the student teacher 
 
On March 31, 2009, a TE at the Division of Education for Hearing-Impaired Children 
invited the student teacher and the student to his room for a conversation activity scheduled 
at 08:40 AM. The candidate then started the conversation. While the student teacher 
conducted the conversation with the student, the TE evaluated the conversation plan 
prepared by the candidate (Researcher’s journal, 31.03.2009, p.16). During the 
conversation, the TE wrote notes on the reverse-side of the conversation evaluation form 
regarding the student teacher’s performance (Evaluation Form, 31 March 2009). The one-to-
one conversation of the student teacher was completed in 11 minutes. After completing the 
conversation, the TE scheduled a meeting with the student teacher for 10:30 PM on the same 
day. The TE then provided verbal feedback to the student teacher for a total of 11 minutes 
and 43 seconds (Researcher’s journal, 31 March 2012, p. 16).  
 
 
Findings regarding the feedback provided by the TE to support the student teachers’ conversation skills 
 
Findings regarding the areas of competence covered by TE when providing feedback, 
and his approach when discussing these competencies are described below.  
 
 
Feedback on how the student teacher reflected on their practice and approach  
 
The TE first asked the student teacher to reflect on her performance. She thus asked the 
student teacher: “What could you have done that would have made the conversation better?” 
(Voice recording, 31 March 2009, line 3). The student teacher responded: “…I did not allow 
the child enough time to answer, I did not elaborate sufficiently on my questions; the child 
did not understand my questions, and I could not get him to repeat sentences.” (Voice 
recording, 31 March 2009, line 11-17). The TE then commented that such self-evaluations 
were insufficient to develop teaching skills, and that the student teacher’s self-evaluation 
should be based more on explaining the techniques he chose to employ during the 
conversation (as well as the ones he chose not to employ), and his reasons for doing so. In 
this context, the TE said: “You should be able to better assess yourself… you should ask 
yourself what you could do to improve the conversation …” While providing verbal 
feedback to the student teacher, the TE also scored the item on the front-side of the 
evaluation form regarding the candidate’s self-evaluation ability (Researcher’s journal, 31 
March 2009, p. 16).  
 
 
Feedback regarding the positive aspects of the conversation performed by the student teacher 
 
Immediately after the TE commented on the self-evaluation (reflection) made by the 
student teacher, he described the positive aspects of his conversation. Thus, prior to giving 
verbal feedback on specific competence areas, the TE made positive comments regarding the 
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student teacher’s performance, such as: “You spent an adequate amount of time,” “You 
made good plans,” “You prepared your material well,” and “You showed good effort.” 
(Voice recording, 31 March 2009, lines 57-58). 
 
 
Feedback regarding the opportunities provided by the student teacher to the student to express his opinions  
 
An important point is that, during the conversation with children, teachers have to 
consider that they should provide enough time and opportunity to the hearing-impaired 
student to express him/herself (Mahon, 2009; Tye-Murray, 1994). To this end, the teacher 
should wait for the child to organize his/her thoughts and words after each question, and 
avoid interrupting the child while he/she is speaking (Luetke-Stahlman, 1993; Lloyd et al., 
2001; Mahon, 2009; Murray, 1994; Tye-Murray, 1994). It is also important for the teacher to 
be aware that this “waiting period” can vary from one child to another (Tye-Murray, 1994).  
Notes taken by the TE during the conversation concerning the amount of time the student 
teacher allowed the child to answer the conversation questions were: “Wait after asking your 
question,” and “Slower; let the child think.” (Evaluation form, 31 March 2009). Parallel to 
his notes, the TE expressed in his feedback that the student teacher did not give sufficient 
time for the child to express himself by saying: “You are not giving the child enough time; 
you interrupt as soon as you get a single word from him, and think that this is enough.” 
(Evaluation form, 31 March 2009). Emphasizing that the student teacher should take the 
child’s characteristics into account, the TE further said: “… now, you known that this child 
is able to answer, but that he takes some time to do so. So you must give the child some time 
to express himself” (Voice recording, 31 March 2012, lines 8-10). Finally, as a 
recommendation, the TE said: “The child is actually trying to form two-word sentences. You 
understand that? So you should wait, and give the child the opportunity to say what he wants 
to say. If you don’t wait, and accept ‘single words’ as answer, the child will limit himself to 
expressing only single-word answers until the end of this academic year... Give him time, 
and he will be able to think and answer your questions with two-word sentences” (Voice 
recording, 31 March 2009, lines 20-24). 
 
 
Feedback regarding the objective on the fluency of speech in the conversation plans, and the approach and 
measures used by the student teacher for achieving this objective 
 
The literature reports that fluency of speech is important for making speech 
understandable and interactive, and that hearing-impaired children commonly experience 
problems with regards to fluency – especially in the proper use of syntax and suffixes 
(Elbenbein, 1994; Mohan, 2009; Tannen, 2007; Wood, 2001). For this reason, one of the 
main objectives of planned, one-to-one conversations is to improve fluency in hearing-
impaired children (Fey, Long & Finestack, 2003; Luetke-Stahlman, 1993; Mohan 2009). 
Objectives in conversation plans regarding fluency generally involve having the child repeat 
words or sentences consisting of different number of words. This enables them to acquire 
new experiences through the “role model” technique. More importantly, this approach 
improves the development of spoken language among hearing-impaired children, and 
favourably affects the fluency of their speech (Camarata, Nelson, Gillum & Camarata, 2009; 
Fey et al., 2003; Luetke-Stahlman, 1993; Nicholas, Lightbown & Spanda, 2001; Mahon, 
2009; Tannen, 2007).  
Consistent with the literature, the TE evaluated the fluency-related objective described in 
the conversation plan, and observed whether the candidate implemented it. During the 
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conversation, next to the objective “rhythmically repeat three-word sentences” in the 
conversation plan, the TE wrote: “Did the child repeat them?” as a note (Conversation plan, 
31 March 2009, p. 1). In addition to this note, the TE wrote: “You did not perform any 
repeats,” on the backside of the evaluation form (Evaluation form, 31 March 2009). In line 
with the notes he took while watching the student teacher during the conversation, the TE 
said the following when providing verbal feedback: “… you wrote this objective into the 
plan, but you did not implement it. You did not make any repetitions with the child. So… 
what did you actually accomplish?” (Sound recording, 31 March 2009, lines 8-9). After 
saying this, the TE continued to provide verbal feedback without giving the student teacher 
the opportunity to answer this question (Researcher’s journal, 31 March 2009, p. 17).  
 
 
Feedback regarding the questions in the conversation plan that was used during the conversation 
 
Asking questions in communicative and interactive environments has an important effect 
on improving children's ability to form concepts, identify cause and effect relationships, and 
engage in continued interactions (Duncan, 1999; Tough, 1977). However, hearing loss 
renders it more difficult for hearing-impaired children to ask questions and to develop 
comprehension strategies (Kretschmer, 1994; Tye-Murray, 1994). Such difficulties can delay 
the development of children’s language and communication skills, and may also result in 
poor academic performance (Duncan, 1999; Kretschmer, 1994; Tye-Murray, 1994). For this 
reason, questions asked during planned one-to-one conversations should focus on allowing 
children to express their thoughts accurately, to identify cause and effect relationships, and 
to gain experiences on spoken language (Mahon, 2009; Teo & Paatsch, 2010). As such, 
questions asked during conversations should be suitable for the child’s language level, and 
encourage the child to use different types of language (reflection, anticipation, reporting, and 
reasoning). These questions should also be diverse (e.g., questions with: “Why?” and 
“How?”), and that require different types of answers (Kretschmer, 1994; Lloyd et al., 2001; 
Tough, 1977).  
The TE evaluated the questions in the student teacher’s conversation plan, as well as 
those the candidate used during the conversation. During this evaluation, the TE underlined 
and placed question marks next to the following questions of the conversation plan: “What 
are the girls doing?” “Where did they go?” “What did they bring with them?” “What was in 
their hands?” “How do the girls feel?” The TE similarly underlined and placed question 
marks next to the following notes in the conversation plan regarding the potential answers 
that might be given by the child: “Answers on where the girls are going; answers on what 
they are doing together; answers on how they made cake; answers on what will they do with 
the cake, answers on why they go to the kitchen”. Next to this section he underlined, the TE 
wrote: “Be careful with your questions.” (Conversation plan, 31 March 2009, p. 2). Parallel 
to these notes, the TE also wrote: “Be careful with your questions, and the variety of 
questions you ask,” on the backside of the evaluation forms. In addition, he wrote examples 
such as: “What are they doing?”, “Why are they doing it?", and “What are they doing while 
making cake?” (Evaluation form, 31 March 2009, p. 2).  
 Based on the notes he took on the conversation plan and the back-side of the evaluation 
form, the TE provided feedback to the student teacher by asking questions such as: “Why 
were the questions not suitable for the child’s level? Were you not sufficiently prepared? Or 
did you not find the opportunity to ask suitable questions?” (Voice recording, 30 March 
2009, lines 1-2). The TE also said to the candidate: “Look at the questions. Look at the 
questions in your plan. Now, are these questions suitable for the child’s level?” (Voice 
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recording, 31 March 2009, line 33). During his feedback, the TE also explained, by 
mentioning the examples he wrote on the backside of the evaluation form: “… the variety of 
questions you ask during an conversation is very important. The questions you asked in your 
conversation were too difficult for the child’s level. You realized this during the 
conversation. For instance, you asked, “How do you make cake?” How was the child 
supposed to answer that? Was he supposed to say: “Oh! First you scramble eggs, and then 
add flour and sugar! Or were you expecting an odd one-word answer from the child, like 
‘scramble’?” (Voice recording, 31 March 2009, lines 79-82). After this feedback regarding 
the student teachers’ questions, the TE provided the following examples and advice on how 
conversations suitable for children’s level should be planned: “… before you are going to 
use a story in a conversation with a child; start by reading the story from its cover page, and 
take note on small pieces of paper all the possible questions that come to your mind. After 
you have finished reading the story book, look back at all these potential questions noted on 
the pieces of paper, and ask yourself which ones you can use during the conversation with 
the child.” (Voice recording, 31 March 2012, lines 47-49).  
 
 
Discussion 
 
In this article evaluating how the TE, who specializes in the education of hearing-
impaired children, provides feedback to student teachers, the study findings were organized 
under two main aspects. The first of these aspects focused on the approach and activities of 
the TE before, during, and after the conversation. The second aspect, on the other hand, was 
related to how the TE provided feedback to support the development of the student teachers’ 
conversation skills. 
The study findings organized under the first aspect indicated that the TE determined and 
planned beforehand the location and time at which the student teacher would be supervised 
and monitored. Parallel to this observation, studies in the literature often emphasize the 
importance of planned and supervised activities in enabling student teachers to effectively 
acquire targeted skills and competencies (Copland, 2010; Tang & Chow, 2007; Wilkins-
Canter, 2010). Another finding of this study was that the TE preferred to supervise the 
student teacher’s activities in his own office, and to provide verbal feedback within the 
context of an individualized, face-to-face meeting. Similarly, studies in the literature that 
focus on supervision processes of student teachers also describe that providing feedback 
within the context of one-to-one individual meetings allow the personal development and 
requirements of the candidates to be better considered, and thus enable the targeted teacher 
competencies to be acquired and developed more effectively by the candidates (Brandt, 
2008; Brinko, 1993; Hyland & Margaret, 2006).  
Previous studies evaluating the activities that TEs perform when supervising student 
teachers highlighted the importance of collecting information systematically, and of 
providing verbal feedback based on concrete examples and information (Brandt, 2008; 
Schelfhout, Dochy, Janssens, Struyven, Gielen & Sierens, 2006; Sempowicz and Hudson, 
2011; Spear et al., 1997; Wilkins-Canter, 2010). Parallel to the literature, the TE also took 
notes, gathered information, and marked the conversation -related materials, all with the 
intention of using them to provide verbal feedback to the student teacher. And it is possible 
to conclude that, in a manner similar to what is recommended in the literature (Brinko, 1993; 
Scheeler et al., 2004), the TE focused on collecting concrete information regarding the 
specific skills, behaviours, and competencies of the student teacher prior to giving any 
feedback.  
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Another important finding of this study was that the TE provided verbal feedback almost 
immediately after the conversation. Studies in the literature emphasize that providing verbal 
feedback soon after the completion of an activity is an effective way of enabling student 
teachers to acquire and develop the necessary teaching behaviours, since rapid feedback 
allows candidates to become aware of their mistakes and to immediately correct them 
(Brandt, 2008; Brinko, 1993; Scheeler et al., 2004). 
The second aspect identified in this study data was regarding the way in which the TE 
provided feedback to student teachers. During the study, the TE first gave the student teacher 
the opportunity to self-evaluate his conversation. Self-evaluation (or reflection) can be 
described as assessments performed by student teachers and teachers regarding their own 
activities, with the intention of improving their professional development (Hattie & 
Timperley, 2007; Jay & Johnson, 2002; Tang & Chow, 2007). At this point, it must be 
emphasized that the TE made an important attempt to provide the student teacher the 
opportunity to perform a reflection that would increase her awareness regarding her 
practices. On the other hand, it was also observed that the TE considered the student 
teacher’s self-evaluation and reflection as insufficient; in this context, he made several 
recommendations as to how constructive self-evaluations could be performed. The student 
teacher’s self-evaluation was deemed inadequate by the TE, since the candidate did not 
describe any specific skills and competencies that were poorly performed, nor did he 
consider the underlying reasons for the shortcomings he displayed. In other words, the TE 
asked the student teacher to evaluate his conversation performance in a more technical way, 
by considering the skills and competencies he must satisfy during this activity, and by taking 
a more constructive approach. Parallel to the TE’s strategy, the literature describes that 
although student teachers can contribute to their own development through self-evaluations, 
TEs can ensure that candidates evaluate themselves in a manner that allows for greater self-
improvement (Schelfhout et al., 2006; Tang & Chow, 2007). On the other hand, the literature 
emphasizes that it is not sufficient for student teachers to use constructive reflection only for 
the mistakes they committed or the technique they misused, and that they should also use 
reflection to consider how they could plan and implement their practices differently (Hattie 
& Timperley, 2007; Schelfhout et al., 2006). Thus, from this perspective, it is possible to 
state that the TE did not follow a good strategy when providing feedback for the student’s 
reflection. The TE provided adequate feedback concerning the errors in the student teacher’s 
reflection, requesting her to be more technical in her approach; however, the TE failed to 
provide any feedback that would allow the student teacher to reconsider her practices 
through reflection and to better internalize professional competencies. 
Thus, when students are performing reflection, a strategy based on increasing their 
awareness concerning their practices and on informing them on what they could do 
differently should be followed. The literature describes that, when such a strategy is 
employed, providing student teachers the opportunity to express their own views and 
allowing them to gain an awareness of their areas of improvement can assist the 
development of their competencies (Hattie & Timperley, 2007; Schelfhout et al., 2006; Tang 
& Chow, 2007).  
After asking the student teacher to perform a self-evaluation, the TE continued his 
feedback by commenting on the positive aspects of the conversation. On the other hand, it is 
possible to observe that TE’s positive comments were of a rather general nature, and not 
related to any specific skill or competence. This observation reflected an aspect of TE’s 
approach that was not adequate. Based on this observation, it is possible to state that the TE 
should have followed an approach that focused more on contributing to the student teacher’s 
development, and on guiding her through positive comments not about general and 
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unspecific areas, but instead about specific competencies. The literature describes that 
maintaining a high level of motivation among student teachers is important for ensuring their 
continued receptiveness to feedback, and that candidates can be motivated by first informing 
them of the positive aspects of their performance (Brandt, 2005; Brinko, 1993; Hyland & 
Margeret, 2006; Tang & Chow, 2007; White, 2007). However, to effectively motivate 
student teachers through feedbacks, it is necessary for these feedbacks to cover and mention 
the specific aspects of their performance that were positive.  
After sharing general positive comments with the student teacher, the TE then proceeded 
to inform the candidate about his observations and notes on the conversation. In this context, 
the TE’s verbal feedback demonstrated the way in which he evaluated the different skills and 
areas of competence of the student teacher. For every area of competence, the TE first 
discussed the mistakes he observed during the conversation. In addition, it was observed that 
the TE discussed and provided corrective recommendations for only some of the mistakes 
performed by the student teacher during the interview. Data from this study thus indicates 
that the TE provided feedback according to information collected during the conversation, 
and that the TE’s feedback addressed the candidate’s individual needs by sharing actual 
examples and feasible recommendations. The literature similarly emphasizes that TEs should 
provide feedback based on real information, and focus on specific skill/competence areas. 
The literature also describes that it is important for such feedback to include examples and 
recommendations (Brinko, 1993; Scheeler et al., 2004; Sempowicz & Hudson, 2011; 
Wilkins-Canter, 2010). However, it was considered noteworthy that while giving feedback 
the TE did not provide the student teacher the opportunity to express her opinions regarding 
the mistakes she committed and their possible reasons/causes. As it can be seen in the study 
results, the TE mentioned the mistakes committed by the student teacher, but did not allow 
the student teacher to describe her own view and inferences, or to provide explanations for 
the reasons/causes of her mistakes. The findings of studies from the literature indicate that, 
in order to contribute to the professional development of student teachers through feedbacks; 
TEs must specifically discuss the different areas of competencies of the student teachers, and 
provide them the opportunity to explain how they planned and implemented their teaching 
practices (Hattie & Timperley, 2007; Jay & Johnson, 2002). The results of this study indicate 
that the TE followed a rather one-sided approach when communicating with the student 
teacher. When considered together with the findings of the literature, it is possible to state 
that TE did not follow a strategy that contributed to the professional development of the 
student teacher, since this TE did not provide her the opportunity to express her own views 
and opinions.  
In addition to the one-sided communication the TE established with the student teacher, 
it was also observed that the feedback process was also kept very short by the TE. As such, 
the feedback process lasted for 11 minutes. Studies in the literature mention that the duration 
of verbal feedback is important, and that this duration should generally be about 30 minutes 
(Brinko, 1993; Copland, 2010; VanLooy & Vrijsen, 1998). Based on the study results and 
the findings in the literature, it is possible to state that the TE’s approach had a limited 
contribution of the student teacher’s development, and that the feedback process was kept 
very brief. In addition, it was noted that there was actually sufficient time available for the 
TE to allow the student teacher to express her views; however, the TE instead chose to speak 
briefly and to quickly complete the feedback process. 
It is necessary to consider the answer to the question: “Did the TE consider all areas of 
competence related to one-to-one conversations?” It should be noted that the answer to this 
question is, “no.” The reason is that according to the study observations, the TE chose to 
focus on the areas of competence in which the student teacher needed to improve, rather than 
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focusing on all areas of competence of the candidate simultaneously. Thus, areas of 
competence relating to the one-to-one conversations that were not considered by the TE 
included: fluency of speech; correction and repetition of the child’s expressions; 
identification of interrelationships between events; and providing explanations. Similar to 
the approach demonstrated by the TE in this study, the literature also emphasizes that, 
instead of considering all areas of competence at once, it is more effective to provide 
feedback by considering the student teacher’s individual characteristics (level of 
performance, learning requirement, learning rate, etc…) and proceeding in a step-wise 
fashion (Tang & Chow, 2007; Wilkins-Canter, 2010). At this point, it is possible to state that 
the TE’s approach and feedback process (which constitutes the subject of our analysis) did 
not allow the student teacher to improve her in the relevant competency areas, or to 
internalize any input concerning those areas. It is therefore very likely that the student 
teacher will once again encounter similar problems in the same competency areas during her 
future interviews.  
 
 
Conclusion 
 
This study investigated how a TE, who specializes in the education of hearing-impaired 
children, provided verbal feedback to a student teacher within the context of a teaching 
practice activities in order to assist the development of this candidate’s competencies 
relating to planned one-to-one conversations. Concerning the TE’s feedback process, it is 
possible to observe some parallels in the study results with regards to their effectiveness. It 
was observed that both during and after the conversations, the TE followed a very planned 
and systematic approach in determining feedback. In addition, the TE focused on specific 
competencies and utilized examples and information that supported his feedback. Another 
approach demonstrated by the TE was his particular focus on competencies in which student 
teacher needed assistance. Another important observation was that the TE provided feedback 
almost immediately after the conversation was complete.  
On the other hand, it was observed that the TE followed a feedback strategy of 
questionable benefit to the student teacher, and which did not favourably contribute to her 
competencies. One problematic aspect of this strategy was concerning the reflection the 
student teacher performed. The TE criticized the student teacher’s reflection, asking her to 
perform evaluations of a more technical nature. However, the TE did not request the student 
teacher to question how she could have performed her activities differently (the ability to 
perform such self-evaluations are actually indicative of the extent to which student teachers 
have internalized the relevant competency areas). Another aspect of the TE’s strategy that 
was questionable was the lack of any motivating feedbacks regarding the student teacher’s 
competencies. The fact that the TE only used general/vague statements when discussing the 
positive aspects of the student teacher’s activity possibly had a discouraging effect on the 
student teacher. Therefore, the TE focused only on the student teacher’s mistakes. Another 
noteworthy point was that the TE provide corrective recommendations for very few of these 
mistakes committed by the student teacher. Furthermore, although the TE mentioned the 
student teacher’s mistakes, she did not allow the student teacher to express her views or to 
provide explanations for these mistakes. In this context, it is possible to state that the TE 
ignored the fact that both participants (the TE and the student teacher) are entitled to express 
their opinions; and that the TE did not endeavour to build an effective and constructive 
communication environment.  
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When evaluating these positive and negatives aspects, it is important to bear in mind 
that the study involves the evaluation of only one conversation process, and of the feedback 
provided by the TE to only one student teacher. In addition, both the student teacher and the 
hearing-impaired child were from the same educational environment as the TE and the 
researcher/author. In this respect, it is possible that some of the mistakes committed by the 
student teacher and the hearing-impaired child might have stemmed from the educational 
environment (despite the researcher’s participation as an observer).  
 
 
Implications 
 
Based on the observations made during this study; it is possible to recommend the TE to 
focus more on specific competencies when discussing the positive aspects of the student 
teacher’s approach and activities, and to provide the student teacher with more time to 
express her views and opinions during the feedback process. In this respect, instead of 
focusing on providing immediate feedbacks following the evaluation/assessment of student 
teachers, the department in question should focus more on providing a longer and more 
comprehensive feedback process. 
In addition, it is possible to state that at a national level, TEs should follow the 
feedback-related approaches and skills described in this study. These approaches/skills may 
even be used to define national standards for the characteristics and competencies that TEs 
must possess. To achieve this, seminars could be organized at a national level for TEs, in 
which the characteristics and competencies in question would be discussed. Such measures 
could potentially contribute to the development of the necessary skills among TEs in Turkey. 
Taking existing international standards into consideration could further develop the 
abovementioned standards. Moreover, engaging in collaborative activities at an international 
level on this subject could further contribute to improving and refining such standards. 
Finally, the results may have a guiding influence on teacher training process for those 
countries on the way to developing their own systems. The aforementioned countries may 
refer to the results of the present study in terms of questioning and searching new 
alternatives for improvement of their teacher training process. 
 
 
Limitation and directions for future research 
 
The results of this study were based on the verbal feedback provided by a TE to only a 
single student teacher regarding a conversation activity. Therefore, in order to better describe 
the TE’s approach in teaching practice activities, it might be necessary to also evaluate how 
the TE provides feedback to other student teachers. Such a study might demonstrate how the 
TE’s feedback varies from one student teacher to another, depending on their different levels 
of individual development and competence. In addition, this study only evaluated feedback 
regarding conversation activities performed for the training of teachers on the education of 
hearing-impaired children. Teaching practice activities at ICEM also focus on training 
student teachers regarding the planning and implementation of group activities/courses for 
hearing-impaired children. In this respect, focusing on how a TE supervises these group 
activities/courses might also provide information that will help improve the training of 
qualified teachers for hearing-impaired children. Furthermore, evaluating the teaching 
activities of TEs in fields and areas outside the education of hearing-impaired children might 
also assist in improving the quality of teaching practice activities in other educational fields. 
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This study provides a framework that can be useful in undertaking further research about 
questioning and searching new alternatives for improvement of teacher training processes at 
international level.   
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